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Abstract 
This paper reports on a small pilot study to assess the epistemological beliefs and leadership values related to learning 
espoused by five Directors working in long day care centres in Brisbane. The study uses an interview protocol to assess 
beliefs about leadership and beliefs about the nature of knowing and knowledge. As expected, there were broad 
correlations between the epistemological beliefs relating the nature of knowing and knowledge and the beliefs about 
leadership espoused by the directors. Espoused leadership beliefs associated transformational leadership were correlated 
with relativistic epistemological beliefs, while espoused leadership beliefs associated with transactional leadership were 
correlated with naïve and dualistic epistemological beliefs. Directors espousing mixture of leadership beliefs were found to 
hold mixture of epistemological beliefs. 
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Introduction 
High-quality child care is a key social policy agenda at the state (Qld Government, 2000), national (Department of Family 
and Community Services, 2003) and international (OECD, 2001) levels. Research shows that effective leadership is linked 
to provision of high quality child care in early childhood settings (Bryant, Maxwell, Taylor, Poe, Peisner-Feinberg & 
Bernier, 2003; Goelman, Doherty, Lero, LeGrange & Tougas, 2000).  
 
The theory of transformational leadership, first outlined by Burns (1978), has emerged as a dominant behavioural model in 
leadership research. The impact transformational leadership on both subordinate and organisational outcomes is now well 
documented in the literature, and includes evidence of positive effects on subordinate behaviours (Hatter & Bass, 1988; 
Koh, Steers & Terborg, 1995), increased subordinate commitment to the organisation (Barling, Webber & Kelloway, 1996; 
Koh, et al., 1995) and enhanced satisfaction with the job (Hatter & Bass, 1988). In the context of school leadership, 
transformational leadership is associated with increased teacher motivation (Barnett & McCormick, 2003), increase 
teachers’ commitment to organisational change (Yu, Leithwood & Jantzi, 2002) and positively affect organisational 
conditions (Lam, Wei, Pan & Chan, 2002; Lam & Pang, 2003; Leithwood & Jantzi, 1999). Recently, research attention has 
shifted to investigating factors that may “predispose” individuals to use transformational leadership (Turner & Barling, 
2000, cited in Barling, Slater & Kelloway, 2000, p. 157) and to ways that transformational leadership behaviours can be 
identified and developed (Barling, et al., 2000; Kelloway & Barling, 2000; Sivanathan & Fekken, 2002). This parallels 
research in both the early childhood and general leadership literature which supports the linking of leader values, values 
clarification, and leader activity based on values (Bass, 1999; Covey, 1990; Dolan & Garcia, 2002; Krishnan, 2001; Singer, 
1996). Recent research by Lord and Emrich (2001) and Wofford, Goodwin and Whittington (1998) and others has also 
begun to explore dimensions of transformational and transactional leadership and cognition. 
 
 
In educational research, epistemological beliefs have emerged as a set of core, measurable beliefs in an individual’s belief 
system that provides a basis for understanding what and how knowledge is used in the context of a teacher’s professional 
practice. Studies of epistemological beliefs have shown clear distinctions between those teachers and educators who 
display behavioural characteristics associated with constructivist teaching, and those displaying transmissive teaching 
behaviours (Brownlee, 2000; Berthelsen, Brownlee & Boulton-Lewis, 2002). These core beliefs appear to affect 
metacognitive and cognitive processes, and in turn influence the individual’s thoughts and behaviours (Lord & Emrich, 
2001; Marshall-Mies, Fleishman, Martin, Zaccaro, Baugman & McGee, 2000; Wofford & Goodwin, 1994; Wofford, 
Goodwin & Whittington, 1998). The impact of epistemological beliefs on metacognitive and cognitive processes, and in 
turn the individual’s thoughts and behaviours, has implications for the study of behaviour in other fields of work, including 
the study of leadership behaviour. Ellinger and Bostrom (2002) argue that research that “specifically addresses” the beliefs 
of managers relative to their behaviour is needed (p. 151), suggesting that the behaviour of managers as facilitators of 
learning should be examined in the same way teacher behaviour is explored. Thus, a strong case exists for studying the 
epistemological beliefs of those involved in leadership in an organisational context in the same manner that the 
professional practice of teachers has been examined. 
 
 
Epistemological beliefs 
The study of epistemological beliefs has emerged as a new field of inquiry in the area of educational research, with the 
potential to provide a core set of measurable characteristics that can be used to profile teachers and educators (Brownlee, 
2000). Epistemological beliefs are defined as beliefs about knowing and learning that reflect views on what knowledge is, 
how it is gained, and the limits and criteria for determining knowledge (Perry, 1981). Epistemological beliefs consist of an 
individual’s beliefs about the certainty of knowledge, the organisation of knowledge, and the controls an individual has 
over knowledge (Schommer-Aikins & Hutter, 2002). Early work on epistemological beliefs was conducted by Perry 
(1981), focusing on undergraduate students as they progressed through studies at Harvard University. Perry (1981) found 
that student attitudes toward knowledge and learning changed over the course of their studies. Students developed 
progressively more complex and integrated ways of viewing the world, with the naïve, dualistic view that knowledge is 
simple and certain and could be transmitted by authorities evolving into the more sophisticated, relativist view that 
knowledge is complex, tentative and uncertain. Perry’s (1981) conceptualisation of epistemological development as a 
continuum was supported by researchers including Kitchener and King (1981) and Ryan (1984). However, whereas Perry’s 
research suggested epistemological beliefs were unilateral, work by Posner, Strike, Hewson and Gerzog (1982) and more 
recent work by Schommer (1990, 1994) and others suggests that epistemological beliefs may be multi-dimensional, and 
that the dimensions develop at varying rates. Schommer (1994) proposed five more or less independent epistemological 
dimensions: 
• Simple Knowledge (knowledge is simple rather than complex); 
• Certain Knowledge (knowledge is certain rather than tentative); 
• Omniscient Authority (knowledge is handed down by authority rather than from reason); 
• Quick Learning (learning is quick or not at all); and 
• Innate ability (the ability to learn is innate rather than acquired). 
 
 
Thus, a person holding naïve epistemology along all five dimensions generally believes that: 
• Knowledge is simple, clear and specific. 
• Knowledge resides in authorities and is therefore unchanging,  
• Concepts are learned quickly or not at all; and  
• Learning ability is innate. 
 
 
By contrast, a person holding sophisticated epistemology along all five dimensions generally believes that: 
• Knowledge is complex and uncertain; 
• Knowledge can be learned gradually through reasoning processes; and 
• Knowledge can be constructed by the learner. 
(Schommer, 1990, as cited in Howard, McGee, Schwartz & Purcell, 2000, p 455) 
 
 
Research into the influence of epistemological beliefs on thinking and learning suggests that an individual’s beliefs about 
the nature of knowledge and learning are linked to comprehension, metacomprehension and metacognitive capacity, 
interpretation and persistence in working on difficult academic tasks (Brownlee, 2000; Burr & Hofer, 2002; Hofer & 
Pintirch, 1997; Hofer, 2004; Schommer, 1990, 1994; Schommer-Aikins & Hutter, 2002; Tasi, 1998). Posner et al. (1982) 
postulated that epistemological beliefs about knowing and learning in fact filter all other knowledge. Perry (1981) and 
Belenky, Clinchy, Goldberger and Tarule (1986) have proposed that individuals with more sophisticated epistemological 
beliefs (e.g. relativistic) are more likely to engage in personal reflection and analysis about their understandings and use of 
knowledge. Individuals who believe in the complexity of knowledge are more likely to acknowledge the complexity of 
knowledge, to take multiple perspectives, to be more flexible and think in a time consuming, reflective manner. In a study 
on individuals’ thinking about everyday complex issues, Schommer-Aikins and Hutter (2002) found that individuals who 
hold sophisticated epistemological beliefs appear to “thoughtfully guide their thinking” with their beliefs. (p. 14). Such 
metacognitive awareness differentiates more sophisticated epistemological beliefs from naïve epistemological beliefs. 
Schommer-Aikins and Hutter (2002) contend that understanding the “implicit presence and influence” of epistemological 
beliefs will provide a “knowledge base” to enhance communication and public education about complex, ill-structured 
contemporary issues (p. 18). 
 
 
The role of epistemological beliefs in teaching and learning 
Research attention on epistemological beliefs has focused on the professional practice of teachers and educators in formal 
education settings, including early childhood, secondary and tertiary learning environments. Recent investigations suggest 
that epistemological beliefs can provide a basis for understanding what and how knowledge is used in the context of a 
teacher’s professional practice (Berthelsen, Brownlee and Boulton-Lewis, 2002; Brownlee, 2000). Epistemological beliefs 
appear to influence the choices and decisions a teacher makes in the classroom, including teaching methods, class 
management and learning focus (Chan & Elliot, 2000). Brownlee (2000, 2001) found that student teachers holding 
relativistic (more sophisticated) epistemological beliefs were more reflective about their own thinking and were more 
likely to employ teaching practices that helped children construct their own meanings. Brownlee (2001) described such 
teaching as transformative because they facilitated a change in conceptual knowledge by encouraging children to make 
personal links to prior knowledge. Teachers with relativistic epistemological beliefs were also found to be more aware of 
how they and others construct meaning, and were more likely to use constructivist educational theories and practices. Such 
teachers view teaching as a process of facilitation and therefore seek to develop active teaching and learning partnerships 
with those they teach (Brownlee, 2001). This work confirmed the results of an earlier study by Arrendondo and Rucinski 
(1996) who found that teachers with relativistic epistemological beliefs used more constructivist teaching strategies than 
those with naïve epistemological beliefs. Arrendondo and Rucinski (1996) also found that teachers with relativistic 
epistemological beliefs were more innovative, democratic and empathetic. Brownlee’s (2000) study also found that 
teachers holding naïve epistemological beliefs tended to adopt a more transmissive approach to teaching. The teachers 
considered knowledge to be absolute and tended to assume that children learn from the direction of knowledgeable others.   
 
 
Leaders as facilitators of learning 
Researchers studying leadership and management in learning organisations contend that for a learning culture to be 
created, the behaviour of leaders must support learning “at the individual, team and organisational levels” (Cullen, 1999). 
Senge (1992) notes that leaders in learning organisations act as “designers, teachers and stewards” in order to facilitate 
learning (as cited in Pemberton & Stonehouse, 2000, p. 189). Ellinger and Bostrom (2002) suggest that teaching and 
facilitation are core components of leadership within the learning organisation. Transformational leadership theory places 
considerable emphasis on the developmental processes of subordinates (Bass, 1999), and is recognised as a leadership 
model conducive to the development of a learning organisation (Ellinger & Bostrom, 2002). In particular, the core 
transformational leadership behaviours of intellectual stimulation and individualised consideration (Bass, 1985) 
demonstrate an underlying commitment to subordinate learning and development by fostering achievement, self-direction 
and stimulation (Sarros & Santora, 2001a). Transformational leaders use intellectual stimulation to challenge their 
subordinates to think about work-related problems in new ways (Kelloway & Barling, 2000; Pounder, 2002). Such leaders 
encourage both creativity and innovation in the workplace, and subordinates are free to try new approaches, confident that 
their ideas will not be publicly criticised if they differ from those of the leader (Coad & Berry, 1998). Trust and respect are 
given by the leader, creating an environment where there is “some tolerance for mistakes occurring as learning proceeds” 
(Coad & Berry, 1998, p. 166). Transformational leaders coach and support their subordinates, and ensure that the 
appropriate resources, materials and skill development opportunities are provided (Sarros & Santora, 2001b). Finally, 
transformational leaders respond to the individual needs of subordinates, treating each subordinate as an important 
contributor to the workplace (Coad & Berry, 1998; Sarros & Santora, 2001b). This individualised consideration means that 
transformational leaders provide challenges and learning opportunities and, through coaching, encourage the development 
of “appropriate workplace behaviour” (Sarros & Santora, 2001, p. 385). These behaviours suggest a belief that knowledge 
can be constructed by the learner and gained through reasoning. Such behaviours are characteristic of individuals with 
more relativistic and sophisticated epistemological beliefs (Perry, 1981). 
 
 
By contrast, Bass and Avolio (1990) describe transactional leadership as a performance-based system where followers are 
rewarded or disciplined on the basis of work performance. The key characteristic of transactional leadership is that of an 
exchange that takes place between the leader and the subordinate, where the leader fulfils the needs of the followers in 
exchange for the subordinate’s performance meeting basic expectations (Gardner & Stough, 2002, p. 68). Leaders act by 
initiating structure, clarifying roles and distributing rewards to their subordinates while subordinates find motivation in the 
reward offered for their efforts (Pearce, Sims, Cox, Ball, Schnell, Smith & Trevino, 2003). Transactional leadership is 
further defined in terms of two distinct behaviour-based types: management by exception (MBE) and contingent reward. In 
MBE, leaders implicitly trust that their subordinates will finish the job to a satisfactory standard and only take action when 
there is evidence of things “not going according to plan” (Coad & Berry, 1998, p. 165). These leaders generally avoid 
initiating change, preferring to instead maintain the status quo (Sarros & Santora, 2001b). Leadership utilising contingent 
reward motivates subordinates by offering “tangible, material rewards” for their efforts (Sarros & Santora, 2001b, p. 388) 
such as praise, pay increases, bonuses and promotion (Coad & Berry, 1998). Transactional leaders are unlikely to be 
innovative or encourage the development of innovative solutions to organisational problems (Sarros & Santora, 2001). 
Such leadership behaviours preclude the construction of knowledge by subordinates, since subordinates are not encouraged 
to question authority and to develop their own knowledge or meaning. The implication is that the leader’s behaviour 
demonstrates a belief that knowledge is simple, clear and specific and resides in authority, and that the leader holds 
dualistic and naive epistemological beliefs. 
 
 
Methodology 
This small, qualitative pilot study was designed to gather preliminary data on epistemological beliefs of leaders in child 
care centres. The aim of the study was to investigate the epistemological beliefs of Directors working in long day care 
centres in the same manner that the professional practice of teachers has been examined by Brownlee (2000, 2001). The 
study centred on two key hypotheses. The first is that leaders describing beliefs about leadership associated with 
transformational leadership would hold different epistemological beliefs to those espousing beliefs associated with 
transactional leadership. The second is that leaders with more sophisticated and relativistic epistemological beliefs will 
espouse beliefs about leadership aligned with transformational leadership, while leaders with less sophisticated (niave, 
dualistic) epistemological beliefs will espouse leadership beliefs aligned with transactional leadership behaviours. It is 
expected that leaders displaying a mixture of dualistic and relativistic epistemological beliefs (multiplism) will espouse 
leadership beliefs that encompass both transformational and transactional leadership behaviours. 
 
 
In the first phase of the study, an interview protocol was developed to elicit evidence of personal epistemological beliefs in 
the context of leadership. The interview protocol included six brief questions to gather demographic data, nine questions 
relating to beliefs about leadership in the context of child care and seven questions relating to beliefs about learning and 
knowledge in the context of child care. Questions regarding beliefs about leadership were drawn from both the Multifactor 
Leadership Questionnaire (MLQ, Bass & Avolio, 1991) and from protocols developed by House (1997) to assess an 
individual’s key principles of leadership. Questions relating to epistemological beliefs were constructed using Burr and 
Hofer’s (2002) framework about the nature of knowing (process) and the nature of knowledge (certainty and simplicity), 
and the work of Hofer (2004). 
 
 
In the second phase, a total of five individuals working as directors in long day care centres in Brisbane were recruited for 
the study. Two directors worked in private child care centres while three worked in non-profit, community-based child care 
centres. Each director participated in an interview using the interview protocol developed by the authors. Interviews were 
recorded on audio tape and transcribed for analysis by the authors. Using the Multifactor Leadership Questionnaire Self-
Rater form (Bass & Avolio, 1991), each transcript was analysed for occurrences of five transformational attributes 
(idealised influence - attributes, idealised influence - behaviour, intellectual stimulation, indivualised consideration and 
inspirational motivation, two transactional attributes (contingent reward and active management by exception), and two 
passive avoidant behaviours (passive management by exception and laissez-faire management). The transcripts were 
further analysed for evidence of outcomes for staff learning and development. Each attribute was given a rating of low, 
medium or high based on the number of occurrences counted in the transcript. Each transcript was then analysed using the 
Burr & Hoffer (2002) framework by assessing the nature of knowing (certainty of knowledge and justification for 
coordinating theory and evidence), the nature of knowledge (certainty of knowledge and simplicity of knowledge) and 
approaches to personal learning. Epistemological beliefs were rated as dualistic (where knowledge is seen as absolute and 
reproduced), mixed (where there is an acceptance of multiple perspectives, equal valuing of different opinions and a 
recognition that knowledge may be provisional) and relativistic (where there are reasoned explanations about the value of 
different sources of knowledge to personal learning and meaning). 
 
 
Results and discussion 
Table 1 summarises the results of each interview transcript analysis, arranged on the basis of espoused leadership beliefs. 
As expected, there were broad correlations between the beliefs about leadership espoused by the director and the 
epistemological beliefs relating the nature of knowing and knowledge. The director Liz scored high on transactional 
attributes and low on transformational attributes of leadership. In particular, Liz described instance where she used 
direction and instruction to assist staff in learning at work, correlating with high scores in contingent reward within the 
transactional scale and low scores in intellectual stimulation within the transformational scale. Liz’ espoused 
epistemological beliefs were dualistic in nature, with evidence of strong beliefs that knowledge was both simple and 
certain. For example, Liz described opinions in child care being either “right” and “wrong”, and the opinion of experts as 
being appropriate sources of trustworthy knowledge. Liz described herself as being a source of expert knowledge for her 
staff, indicating a belief that the opinions and behaviours adopted by staff would be a replication of her own. There were no 
examples of Liz adopting constructivist approaches to staff development through encouraging them to form their own 
opinions. Three of the five directors espoused beliefs about leadership that included a mixture of transactional and 
transformational components. The corresponding epistemological beliefs were mixed, with evidence of multiplism and 
dualism in their responses. Although the directors looked to experts for some knowledge, they also indicated an awareness 
and value of their own knowledge and experiences in child care. These directors were able to acknowledge the provisional 
nature of knowledge in the field of child care. Approaches to staff learning included role modeling and group discussions, 
suggesting that at times, staff were encouraged to work collectively to solve problems. Personal leaning involved reflecting 
on existing beliefs in light of new knowledge. 
 
 
 Overall 
Transformation
al and 
Transactional 
dimensions 
(MLQ) 
Source of 
knowledge and 
Justification 
coordinating the 
theory and 
evidence 
Certainty 
/Simplicity of 
knowledge 
Follower 
outcomes for 
learning and 
development  
Beliefs about 
Personal 
learning 
Liz Low 
transformational 
 
High transactional 
Believes that experts 
have appropriate 
knowledge. 
Dualism Some role modelling, 
but mainly providing 
direction to staff. 
Personal learning is 
instinctive. 
Judy Medium 
transformational  
 
Medium 
transactional 
Experts are not the 
source of all 
information. Relies on 
personal knowledge as 
well. 
Mixed – dualism, 
multiplism, 
relativism 
Staff are encouraged to 
be effective, role 
modelling is important.  
 
 
Personal learning is a 
two-way interaction. 
Learning outcome for 
self is a confidence in 
own ability to make 
decisions about is 
learned 
Callum Medium / low 
transformational 
 
Medium 
transactional 
Weigh up advice of 
experts. 
Mixed – evidence 
of both 
relativitism and 
multiplism 
Staff learning is 
through role modelling. 
It is important to 
acknowledge the 
affective dimension. 
Personal learning is 
evidence-based. 
Robert Medium / High 
transformational  
 
Medium / High 
transactional  
Uses experts but then 
put my own touch on it 
and interpret it in my 
own contexts.   
Displays 
relativitism in 
certainty. No 
evidence of 
beliefs about 
simplicity 
 
Staff learning is a 2-
way process (between 
the staff and director). 
Uses role modelling 
and trial and error, then 
a critical reflection of 
what has gone on. 
Seeking a sense of 
cognitive comfort.  
 
In terms of children’s 
learning, I value prior 
knowledge. I believe 
that children are 
competent. (Evidence 
of espousal of 
constructivist 
pedagogy.) 
Personal learning is 
via research and 
discussion with 
others. Process the 
information, combine 
it with what is 
known, make 
connections in own 
way. Understanding 
is important. 
 
Evidence of 
reflection and deep 
approaches to 
learning. 
Stephanie Very High 
transformational  
 
Low transactional 
Uses information but 
change it to suit 
context. There is not 
one ultimate source, 
but it’s a matter of 
weighing up the 
information to make 
personal meaning 
Relativitism – 
certainty 
Relativitism - 
simplicity 
Staff learning is 
through making 
meaning and co-
constructing new 
meanings. There is 
evidence of deep 
approaches to learning. 
 
Personal learning 
begins with cognitive 
anxiety, confusion, 
and a limited 
understanding of a 
situation. I might 
become aware of an 
assumption that I 
wasn’t aware was 
there. 
TABLE 1 
SUMMARY OF RESULTS AFTER ANALYSIS OF INTERVIEW TRANSCRIPTS. 
 
 
The final director, Stephanie, scored very high in the transformational attributes of intellectual stimulation and idealised 
attributes, and very low in all transactional and passive avoidant attributes. In terms of epistemological beliefs, Stephanie 
was not only able to acknowledge the existence and value of different sources of knowledge in child care, she was also able 
to describe sophisticated processes for assessing new knowledge and assimilating it into her existing knowledge base. 
Stephanie described staff development as a collective process, and one where the group co-constructed new meanings in 
light of new experiences in the specific context of the child care centre. On a personal level, Stephanie believed knowledge 
to be both complex and uncertain, and also heavily dependent on the context in which it was experienced. 
 
 
In a broad sense, these results support the two key hypotheses of the study. The director with more sophisticated and 
relativistic epistemological beliefs (Stephanie) did indeed espouse beliefs about leadership aligned strongly with 
transformational leadership, while the director with naïve and dualistic epistemological beliefs (Liz) espoused leadership 
beliefs aligned strongly with transactional leadership behaviours. These results also showed that directors who displayed a 
mixture of dualistic, mutiplistic and relative epistemological beliefs (Judy, Callum and Robert) also espoused a mixture of 
leadership beliefs aligning with both transformational and transactional leadership behaviours. 
 
 
What is not overly clear from this small study is the degree to which individual attributes of transformational and 
transactional leadership behaviours correlate to levels of sophistication in their epistemological beliefs. The overall ratings 
for each director in the transformational and transactional scale were determined by averaging the results in each of the 
individual dimensions within the group. The results in each dimension for Judy and Liz were relatively stable. However, in 
the remaining three cases, the scores were not evenly distributed across the attributes within the scale. Table 2 shows the 
breakdown of results in each dimension for the directors Stephanie, Robert and Callum. 
 
 
 Stephanie Robert Callum 
Transformational Attributes    
Idealised influence – attributes Very High High Medium 
Idealised influence – behaviours Low Medium Low 
Intellectual stimulation Very high Low Low 
Individualised consideration High Low High 
Inspirational motivation Low Medium Medium 
    
Transactional Attributes    
Contingent reward Low High High 
Management by exception – active Low Med /High Low 
    
Follower outcomes/learning Co-constructing new 
meanings with staff. 
Role modelling and trial 
and error, then a critical 
reflection  
Staff learning is through 
role modelling. 
Epistemological Beliefs Relativistic Displays relativitism in 
certainty. No evidence of 
beliefs about simplicity 
Mixed – evidence of both 
relativitism and multiplism 
TABLE 2 
SCORES AND RATINGS FOR THREE DIRECTORS 
 
 
In terms transformational attributes, there appears to be a correlation between lower levels of idealised behaviour and 
inspirational motivation and more sophisticated, relativistic epistemological beliefs. The results suggest that as 
epistemological beliefs become more relativistic and sophisticated, the leader’s approaches to staff learning and 
development focuses less on role modelling and more on collaborative critical reflection. It would seem likely that the 
change is similar to the move from transmissive to constructivist teaching strategies observed in teachers as their 
epistemological beliefs mature (Arrendondo & Rucinski, 1996; Brownlee, 2000, 2001). This more facilitative approach to 
staff development and learning may also explain the correlation suggested between higher levels of idealised influence 
(attributes) and relativistic beliefs. In the MLQ framework, idealised attributes include acting for the good of the group, 
displaying a sense of confidence and power, and instilling pride in others (Bass & Avolio, 1991). As a person’s 
epistemological beliefs become more relativistic, their personal metacognitive awareness and ability to engage in personal 
critical reflection also increases (Brownlee, 2000; Burr & Hofer, 2002; Hofer, 2004; Schommer, 1990, 1994; Schommer-
Aikins & Hutter, 2002). It may be that in addition to becoming more confident of their own opinions, individuals becomes 
more aware of the validity of the opinions of others and therefore more likely to act as a facilitator than role model in a 
leadership situation. Again, this move toward a facilitative approach to staff learning may also explain the negative 
relationship suggested here between the use of inspirational motivation and contingent rewards as epistemological beliefs 
become more relativistic. Interestingly, the results here do not suggest a strong correlation between the use of intellectual 
stimulation and increase in relativistic beliefs, nor a clear relationship between individualised consideration and relativistic 
epistemological beliefs. Similarly, a correlation between the transactional attribute of active management by exception and 
dualistic or multiplistic epistemological beliefs is also not indicated here. Clearly, further research is necessary to 
investigate these relationships. 
 
 
Conclusions 
This paper reports on a small, qualitative pilot study designed to investigate the epistemological beliefs of Directors 
working in long day care centres in the same manner that the professional practice of teachers has been examined by 
Brownlee (2000, 2001). Using an interview protocol developed by the authors, the study explored beliefs of about 
leadership in child care and beliefs about the nature of knowledge and knowing. Although the sample of leaders used in 
this research was small, evidence of correlations between epistemological beliefs and espoused leadership practices did 
emerge. Centre directors describing beliefs about leadership associated with transformational leadership were found to hold 
different epistemological beliefs to those espousing beliefs associated with transactional leadership. As expected, centre 
directors with more sophisticated and relativistic epistemological beliefs were found to espouse beliefs about leadership 
aligned with transformational leadership, directors with less sophisticated (niave, dualistic) epistemological beliefs 
espoused leadership beliefs aligned with transactional leadership behaviours. Although directors displaying a mixture of 
dualistic and relativistic epistemological beliefs (multiplism) were found to espouse leadership beliefs encompassing both 
transformational and transactional leadership behaviours, the mix of such leadership beliefs varied markedly. The results of 
this study broadly suggest that epistemological beliefs may provide further insights into the metacognitive and cognitive 
processes use by leaders in child care settings. These beliefs may be used as a basis to explore and understand behavioural 
characteristics of transformational and transactional leaders these settings, and build on work currently underway in the 
general leadership literature. Future work in this area should seek to explore the correlations between the individual 
attributes of transformational and transactional leadership and the individual’s epistemological beliefs. It is hoped that such 
work could inform the development and refinement of tools to identify transformational leaders, and to assist in designing 
interventions to encourage and develop transformation leadership behaviours. 
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